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Introduction 

The purpose of this paper is to review selected research studies which 
have potential utility for and i«pact upon the conduct of staff development 
pro9ra«s in school settings. Although I know that subsequent activities will 
focus upon the issue of utility, iq^ own orientation toward school/teaching^ 
research is to consider possible utility when examining an^ research effort. 
Conse<)uent1y, soiie sections of this paper nay anticipate the basic questions 
which will, in the future, be asked of the content herein. Also, this 
perspective regarding schooling/ teaching inquiry acts as a screen through 
which certain research activities are filtered. 

For thisAaper, staff development is conceived of as being any 
systematic affempt to promote change on the part of school persons. In most 
Instances, these changes are directed toward teachers. In some, however, 
they are addressed to adnlnistrators. The changes nay be of differing 
magnitude and degrees of impact. For example, there is a major vaHaUonjiL 
both magnitude and impact between an atte-^pt to introduce a new means of 
teaching (and learning) mathematics (e.g., the "new math**) and one which 
focuses upon a minor alteration in teaching strategy (e.g., increasing the 
Instances of positive feedback given to a particular student). The new 
mathematics requires not only the understanding of a new conception of what 
mathematics Is and can do but also requires a new way to deliver to students 
that new way of looking at number. For the increase of positive feedback to 
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one student, it can bt^safely assumed that the teacher already knows about 
and can engage in this activity and the chilfige in his/her behavior already 
has a base upon which to build increased consciousness. The "character" of 
the staff development effort, then, is an issue to be considered In terms of 
the utility of the studies and issues noted in this paper. 

Utility is a concept which, on the surface, appears to be a relatively 
simple one but, upon more extensive examination, turns out to be considerably 
more complex than originally imagined. Typically; utility only means 
answering the question, "How can this be used?" That question, however, 
m^ks several other important questions related to utility. A much more 
comprehensive, and to me more reasonable, question to ask would be, "Who, 
under what conditions, with what suppoVt systems, and with what intentions 
and anticipated consequences could use the findings from this research?" 
Carefully constructed (and examined) answers to the latter question would 
delimit considerably certain of the research-to-development- to-policy 
dllemnas which face school persons with increasing frequency. (Consider, for 
example, the sUff devulopment implications of a decision by a board of 
education, after reading the Beginning Teacher Evaluation Study (BTES) 
report, to mandate increased Academic LeainTng Time (ALT) In all subjects, 
for all students, across all grade levels. This, by the way, is not an 
imaginary illustration.) 

An examination of the body of this paper will reveal two interacting 
phenomena: (1) iny own biases regarding staff development (what it should be, 
what it can be, what it has been) and (2) the relatively small number of 
studies which have been selected for inclusion. The first is always present 
in a paper of this kind. The nutrter of studies, however, reflects several 
influential problems of the field. That there are so few conceptually 



e1e9ant ind ■etho<tolo9ici11y rigorous research studies related directly to * 
stiff development Is surprising to soi« in that staff development has been a* 
persistent practice In schools. It is a rare school system, for example, 
which does^t have sOiK sort of "inservice education" program. (The 
character and quality of such typical teacher growth activities will not be 
discussed here.) If the practice is so pervasive of schools, why \s it so 
little understood from a research perspective? 

Several explanations can be advanced. I believe that the complexity of 
the phenomenon (sUff development) is such that the methodological problems 
associated with studying it are of such a magnitude that the research 
cowmjnity has only lately bsen willing (and able) to address it with any 
assurance of learning about it. As an illustration, one need only to 
consider the inyriad interconnecting parts of a staff development effort: the 
people and their personal and professional characteristics, the nature of the 
setting, the elements of the program Itself (planning, implementation, 
decis ion-male ing regarding purposes), the role of support services and 
materials, behaviors of participants, perceptions of benefit/deficit, 
evaluation, and the interaction of all, of the above. This list could be 
longer but it serves the purpose of demonstrating why many research 
colleagues have shied away from systematic study of staff developoient. 

A second explanation emerges from the school community. Over the past 
several, decades schools have frequently served as research sites. That is. a 
university or other research-oriented institution meirter uses the school, or 
persons in it. as objects of research attention. More often than some of us 
consider desirable, this use involves the adaptation of the setting to the 
researcher's purposes (e.g.. breaking up large groups into small groups. 
Isolating curricula, extending an instructional period beyond its nonnal 
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length of time. etc.). These adaptations serve the researcher's purpose but 
do not serve the schoors or the teacher's. Too often, the result of this 
practice is a passive (if not active) aversion by school people of research 
activities. 

A third explanation of the relatively meager body of studies of staff - 
development is a consequence of the interaction of the schools' interests and 
the researchers'. School people, quite reasonably, expect that research ^ 
efforts should result in some recownendations for practice which can be seen 
as better than "business as usual." Further, they expect that these research 
products should be available to them in a reasonable length of time and in a 
form that is usable and comprehensible. The conventions of the research 
comminity. however, often mitigate against satisfying these ei(pec tat ions. It 
is variously estimated that the translation of research findings into 
practical applications (development) takes from six to twelve years. In the 
interim (which may be less an interim than a terminal point), the research is 
reported in journals, at professional meetings, and among like-minded 
colleagues in both form and language which is outsi'de the repertoire of 
teachers and administrators. This series of events (or nonevents) lessens 
considerably the credibility, the perceived utility, and the use of research 
as a powerful impact upon practice. 

' . Organization of the Paper 

This paper is organized around issues which, to me, ar* Important 
considerations in the planning, condupt, and evaluation of staff development 
programs. Research which relates to these considerations is reported and 
discussed. The issues which have been selected as organizers include 
context, assessment, content, and process. The paper concludes with a 
research-derived profile of an "ideal staff development effort. 

. 4 



7 



Appended to this p«p«r Is an innotited bibliogripJur Mhlch Includes the 
studies discussed btloM and provides brief descriptions of each. 
* Studies of Selected Staff Developwient Issues 

A brief rationale for the decision to Include some ^taff development 
issues and exclude others 1$ In order. Obviously, If an Issue has received 
no research Attention It-has been excluded. And, equally obviously,, If an 
issue has been studied frtm an Inadequate conceptual bast or with 
Inappropriate Methods, It also Is not a part of this discussion. What are 
Included are studies Mhlch are both conceptually and practically supported 
and Mhlch have been conducted with s^entlflc rigor. 

|r1efly, the areas of Interest Mhlch focus the discussion are ones which 
have been shown, by research and through careful decades-long observation, to 
b^ critical to the staff developeient enterprise. Context , the Interacting 
phenoMna Mhlch surround and pervade staff develop«nt, Is central to "doing" 
sUff (ievelopwent. It Is now axlonatlc (although this has certainly not 
alMys been the case) that the characteristics of the settings In which 
("^eachers and others are expected to change their behavior are Influential 
upon the success of the change efforts. Context Includes^not only the 
physical and/or organizational properties of the setting but also the 
histories, Influencers, fissions, and capabilities of the setting. Assess* 
went refers here not to a conventional needs assessnent but a careful 
exanlnatlon of observed, and perceived needs. It also Includes a process of 
applying Judgment as to the degree to which what Is needed/desired can or 
should becodw an object of staff developments This process. If conducted 
carefully and systematically, Might suggest that some antecedent conditions 
must be created be'fore the needs can be acted upon In some potentially 
fruitful way. The Wtert of staff development can be (and Is) widely varied 



- from large-scale efforts at changing a system to. activities aimed at 
altering relatively small parts of a few teachers* repertoires. The procys 
of staff development refers to the components of the delivery system which Is 
used to convey the content to the participants and to the decisions and 
actions which are related to the planning, Jwplewntatlon, and evaluation of 
both content and delivery system. \ 
Context / 

During the past decade the influence of context upon staff developaent 
has received Increased attention frw the research co^nity. Some of t^iis 
attention was intentional (that is, pJanned for) and some of it emerged as a 
consequence of attempts to understand other staff developmenMTrSUes 
(unanticipated outcomes). The overall conclusion reached^ many, including 
this author, is that the power of the context to influence staff development 
can not and should not be underestimated. Some studies which support this 
belief are discussed below. 

Barth (1972) used the case sC'dy uethod to report on an attempt to move 
an Inner-city school from a traditional stance to one which delivered 
instruction according to principles of open education. Despite the good will 
and the strong conmltment of the change agents (universitor staff and - 
students), the effort to change the^* structure of the organization and the 
behavior of the staff members failed. Explanations of the failure are rooted 
in the lack of understanding of the degree of influence exerted by the 
school, its history, the perceptions and expectations of the i»nediate 
conmunity, and the conventions of teaching and learning held by staff and 
stuoents.' Although one could accuse Barth and his colleagues of naivete, the 
knowledge that the context of schooling can (and does) promote or detract 
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froi iMprovHKnt efforts Is still not widespread In the educational 
coMunlty. 

leman and McLaughlin (1975) expand upon this fiotloA of context 
Influence and, to a degree, give It som legitimacy as a natural phenomenon 
In their report of the consequences of Federally-supported programs of school 
change* Their concept of mutual adaptation describes the process by which 
the setting Is Influenced (and changed) by the Innovation and, conversely, 
how the Innovation Is Influenced (and changed) by the setting.- Prior to the 
acceptance of tlils notion by Innovators and adopters. It was assumed that.an 
attet^t'to cause a change had failed If the features of the Innovation, as 
envlsloned^by Its developers, wer^ not Intact \ri the .netting. Mutual 
adaptation suggests a causative^ Interaction Mhlch Is naU'ral ana logical. 
The staff developer who accepts this conclusion Is likely to' plan for It by 
allowing possible variations In his/her plan for action and judge his/her 
efforts less by the presence/absence of the Intended program than by the 
degree of presence. 

Griffin and Llebernan (1974) revletted landmark studies of leadership and 
organizations In order to derive a set of Indicators which, based upon prior 
research, could be used as possible predictors of Innovative behaylor by 
school persons. (For the purposes of this piaper, the school persons to be 
attended to are staff developers.) The review revealed that certain context- 
related Issues could be Inferred as predictors. Among these were the ability 
io analyze and understand the Institutional variables which impinge upon the 
staff development efforts. This Includes knowledge of the system and the 
subsystems as well as the relationships between and among them, gathering Ani 
acting upon Information about the history of the organization, the ''openness 
ojr closedness" of the organization In systems theory terms, and theabillty to 
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coordinate these organizational variables so that they support the change 
effort. 

A primary variable in the context of staff development Is the nature of 
^ the^leadershlp available (or necessary to develop). Conceptually, the 
Inclusion of leadership In 4 discussion of context sometimes causes 
difficulty. If, however, one considers the people and the. setting as* 
Interactive and. mutually reinforcing. It Is essential to give attention to 
"who is in charge here." Certainly, the discussion iiiKdIately above 
suggests that someone is responsible for understanding and acting upon 
context variables In innovative and productive ways. Severkl studies offer 
support for certain leadership characteristics and/or behaviors which canjie 
inferred to be necessary for staff development success. Gross, GlacquinU,* 
and Bernstein (1971), studying an attempt to change teacher role functions, 
noted the importance of supportive leadership in effecting the change. 
Although, the rhetoric of the leadership literature exhorts the.leader to be 
the "key agent for change" or the "instnictional leaders" or the "facilitator 
for teachers," the staff| development research more often than not Indicates 
that school leaders (i.e., principals) are not. Hord, Thurber, and Hall 
(1981) report on a program designed to help school adiinistrators learn how 
to lead. Based on the theoretical and practical knowledge gained from years 
of research related to the Concems-8ased Adoption Model (CIAM), the study 
demonstrates that school administrators, given appropriate analytical and 
intervention tools, can provide supportive guidance to school staffs. 

The five-year study of school change conducted by the InstituU for the 
Development of Educational Activities (I/D/E/A) under the leadership of John 
Goodlad resulted in a set of inter-related findings which are reported in 
several volumes. Reporting on the 4tudy and its principal findings, Bentzeh 




(1974) offers coflsiderible support for the toncluslon thit a supportive 
cofiteMt Is retited to disposition for chinge. The niture of this supoortlve 
fttting, lirgely Influenced by i school prlnclpiVs behivlor, Includes the 
support iysteiK, the predispositions of participants, the expectations of 
partlclpints for practice, the perceptlons of participants regarding past 
successes and failures, and the availability of assistance and rewards from 
Influentlals Inside and out-.lde the systew^br school. 

Context is treated soiwwhat differently In research ^:ibout alternate 
Institutional settings where develcp^nt Is to take place. Although teacher 
centers are ofUn locaUd In conventional school places, the Ideas which 
support and guide teacher centers suggest that a reconstltutlon of the site 
takes place. {Often, of course, teacher centers are located In "neutral" 
territory, partlcular^iihe/Tthi^^ efforts— 
between and a«ong Institutions such as colleges, public schools, and teacher 
organizations.) Oevaney (1975) reports that a more flexible use of time (a 
context variable) and the designation of a place where adults wet with other 
adults about professional Issues are related to successful teacher centers. 
These context considerations are certainly Inportart to have In mind when 
planning certain staff development efforts. 

Related to several of the findings reported above are the ones from 
Little's (19«1) study of school success and staff development. Using a 
focussed ethnographic methodology. Little and hcr" colleagues noted the 
iR^ortance of contextual variables such as the nature of the principal's 
Interaction with teachers (In staff development activities), the "ethos" of 
the school In promoting certain beliefs about teaching, and the power of the 
school context to promote or hinder staff development efforts, 
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In summary, context Issues which have been related to staff development 
and change efforts, for good or 111, Include: 

- the norms of the setting (Institutional regularities) 

- the history of the organization 

- perceptions and expectations of school persons regarding practice 

- perceptions and expectations of community members 

- mutual adaptation of the school and'the desired change 

- ability ot kuders (end others) to analyze the characteristics of the 
setting ^ 

- knowledge of the system (and subsystems) by. leaders 

- coordination of organizational variable^ by leaders 

- supportive leadership 

— r-|(jumaduU-1nteract1ons-('1nclud1ng-the-pr1nc1pa7) 

- flexibility in uit of space and time 
Assessment 

Staff development programs are most often planned and Implemented as a 
consequence of some diagnosis, formal or informal, of what an institution or 
members of an Institution "need" to know about or how to do. Although not 
supported by systematic research, it is the Judgment of «fny observers of 
schools that the determination of what staff development should consist 
emerges mos.t often from the judgmental perceptions of an authority figure in 
the institution. (Lest the reader think that I am talking only about the 
old-school notion of a superintendent's or principal's dicta being put into 
place, there is evidence in practice that teacher organizations, governmental 
agencies, and other institutions use the same practice.) 

In light of the teacher militancy movement and the aura of social change 
which characterized much of the past two decades, it would seem likely that 
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restfirch into i*it ill pirties to th€ action believe necessary for school and 
ttachtr growth and change iMMild have been conducted regularly and with some 
degree of persistence. This is not the case. The literature on staff 
developsent, not unlilce that of other school-related activities, abounds with 
propositions, idiosyncratic or generally believed to be so, for what staff 
developiient should be and do. These propositions, with few exceptions, are 
not research-derived. Sope, however, aight be consider research-related in 
that systematic and rigorous aethodologicaf^procedures are used to support 
conclusions. These propositions usually emerge from what have come to be 
called "needs assessments." (A new term, "needs sensing," has entered the 
arena of schooling. This seems to mean some less formal mode of drawing 
inferences by leaders or other "experts" regarding !ihat should be done in a 
given situation.) 

There are, however, instances where staff development programs are based 
on research-derived conclusions, generalizations, and propositions. Byrd 
(1981) attei^ted to determine whether or not there was any general agrewwnt 
about what professional development programs should be and do. The research 
proposition was that it was necessary and desirable to determine the degree 
to which certain objects of staff development attention are considered 
important by teachers » administrators, and teacher educators. Using a survey 
methodology, Byrd found that teachers disagreed with teacher educators and 
administrators, the latter two groups considered together. Administrators 
and teacher educators believed that teachers needed greater skill in 
planning, diagnosis, instruction, classroom climate, and evaluation. The 
teachers in the survey sample did not agree. The total sample did agree, 
however, on the need for greater understanding and skill related to issues in 
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the affective domain, classroom control, and elimination of inappropriate 
student behavior. 

Another survey by Christensen (19S1), with a somewhat different focus, 
attempted to determine what teachers perceived as their. preferred mode of 
delivery of staff development. Although there appeared to be no clear-cut 
response to the question, it was noted that a variety of delivery modes is 
considered desirable (e.g., workshops, observations, sabbatical leaves, 
college courses). Further, it was noted that institutional collaboration was 
considered necessary to meet teachers' expectations. (See the brief 
discussion of teacher centers above.) 

The Kork of Hall and associates in the Concerns-Based Adoption Model 
(CBAM) research has implications for both nature and mode of delivery of 
staff development programs. Although it is important to acknowledge that 
CBAM research has not, to this date, developed a prescriptive focus, the 
diagnostic tools which have been developed have obvious logical relationships 
to assessing the needs of a setting in relation to staff development. Hall 
(1979) discusses the concept of Stages of Concern (i.e., what an individual 
thinks of his/her relation to a desired or mandated change) and its 
implication for staff development. Interventions based upon the concerns 
expressed by organizational members are discussed and certain caveats are 
advanced. The staff developer who is sensitive to the concems^of his/her 
colleagues, it is logical to assume, is likely to plan programs 
(interventions) which do not fly in the face of or Ignore those concerns. 
(The Stages of Concern include awareness, informational, personal, 
managen»cnt, consequence, collaboration, and refocusing.) 

In related work. Hall and Loucks (1981) use the term "innovation 
configuration" as a way to examine, explain, and act upon different ways 

12 



15 



users iciopt (or do not adopt) an Innovation. This mode Is promoted as a 
d«c1s1on-aiaking tool for planning, luplenientlng, and evaluating programs 
designed to facilitate adoption of Innovations. 

A third CBAM research strand consider? the ways people actually use an 
Innovation. These Levels of Use are presented as a developmental model which 
can be critical bodies of Information for the planning and implementing of 
suff developi»flt prt)gra« (Hall, Loucks, Rutherford, I Newlove, 1975). The 
Levels of Use correspond^ to a large degree, to the Stages of Concern 
discussed above. The levels are non-use, orientation, preparation, 
mechanical use, routine use, ntfinemcnt, and renewal. 

It Is hypothesized by this author that the CBAM system for understanding 
any planned attempt to change persons and organizations can be used by staff 
developers as assesswnt tools to insure that professional growth prograns 
are appropriate and necessary. 

The Issue of assessment is confounded by the lack of .Instrumentation tp 
use in detenoining what should be attended to by staff development. Medley. 
Coker, Lorenta, Soar, and Spaulding (1981) attended to this issue by testing 
the feasibility of constructing new keys to already existing observation 
schedules to determine if teacher competencies could be assessed reliably , 
with the new system. Interestingly, the new keys were based upon what a 
sample of teachers believed to be important competencies for themselves and 
their colleagues. Although it was found that the new keys did not function 
reliably across all competencies, it is encouraging to note that stable 
reliability was found for a number of them. This researcii, essentially 
methodological, has Important potential for assessing teachers* behavior as a 
means to inform decisions about staff development programs. 

» 
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Although her model is based on a set of research-derived assumptions 
about teacher effectiveness, Stal lings (1981) attends to the issue of 
assessment in her model of staff development. Using an observation schedule 
which focuses upon effectiveness variables, the model includes an Initial 
assessment of teacher participants' use of certain behaviors as a baseline 
from which improvement strategies are formulated. The Stallings model Is one 
of the few inclusive attempts to address the actual teaching behavior as.«n 
essential decision point in determining subsequent staff development 
activities. 

Regarding assessment for staff development, then, research to daU can 
be used to: 

- determine whether teachers, adninistrators, and teacher educators 
agree as to what should be the focus of staff development 

- determine preferred modes of delivering staff development 

- diagriose concerns of participants ^ ^ 

- determine levels of use of a desired/mandated change in practice 

- infer appropriate interventions 

- promote methodologically sound means of detertning teacher competence 

- establish a baseline from which staff development strategies can 
be*pfonnulated 

Content 

It is assumed that staff development programs are content-laden. That 
is, there is something to be learned, something necessary for participants to 
be skillful about, some sensitivity desired. The~staff development 
literature, as noted earlier. Is not dominated by research which is directly 
or indirectly applicable to engaging in the decision making necessary to 
formulate a sound program for school persons* This condition holds true for 
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the content issue. Mhen one isks the question, "Whit is it that teachers or 
administrators should know or be able to do as a consequence of staff 
dcvtlOiNMnt?." the answers are More often than not situation-specific or 
hi9h1y propositional in character. Very scldon does the answer include the 
phrase "research suggests." (This Is not necessarily an undesirable state of 
afftirs, in my opinion. Mt, because this paper has as a focus the place of 
research In sUff development, it nay serve as an explanation for the • 
relative brevity of thissection.) 

I take the position that there is now a body of research findings which 
can be used to forw a large piece of the content of staff development 
programs. This body of information is coiwionly referred to a$ research on 
teaching. It has been noted by mtvbtrs of the research comjnit> as well as 
Mi^rs of the schooling conwunity that early studies of teaching were 
primarily descriptive in nature and, without the application of criteria to 
the descriptive findings. It was possible only to speculate upon what 
effective teaching night be. During the past decade, however, prograwnetic 
research efforts have Identified strong relationships, correlational as well 
as cause-effect, between and among certain teaching behaviors and certain 
pupil behaviors and outcMnes. It Is w(f contention that these relationships 
are strong enough to be considered'as content for staff development programs 
and, hence, certain of them are noted herein. (Hore detail about these 
studies and others will be a part of another paper prepared for^.this 
conference.) 

larnes (1981) reviewed studies of teaching and presents major findings 
from recent large-scale, classroom-based studies. She notes tho limitations 
of the studies as means to decide upon the utility of their findings for 
settings other than the ones in which they were conducted and suggests 
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implications for that utility. Using criteria of methodological rigor, 
preservation of the naturalness of the settings In which the studies were 
conducted, precision and clarity of meaning for practitioners, and the 
relation of the findings to concerns and/or problems expressed by teachers 
and teacher educators, she selected fourteen studies for Inclusion. These 
studies were correlational experimenial, and evaluative and covered a rano* 
of grade levels (though dominated by early elementary grades). Mflecting 
societal expectations and professional orientations, the stud'^^s concentrate 
upon the curriculum areas of mathematics and reading. She discusses findings 
which focus upon the learning enviromfient, management of student behavior, 
classroom administration, prevention of mi^havlor, reaction to misbehavior, 
preparing students for lessons, teacher presentations of lessons, student 
practice after presentation, evaluation of student learning, teacher 
interactions with students, and organization of Instructional activities. 
Barnes concludes with a.profile of an effective Uacher based upon these 
studies. 

Good (1982), in a comissioned paper designed^to Inform teacher 
educators about possible teaching findings as content for sUff. development, 
acknowledges that teachers do, indeed, make a difference In the lives of 
Students. He also points out that there are arenas of research on teaching 
which are either ignored or, in some way, incomplete though promising. Good 
reviews many of the studies included in the Barnes paper discussed above. In 
raddition, however, he points toward new directions for classroom research. 
Among these new directions are attention to curriculum issues as they relate 
to teaching, increased attention to the context in which teaching takes 
place, the task stnicture(s) of the-classcftom, and student mediation. 
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AS noUd ibovt, th« content of stiff development need not be research- 
dtrlved. In fict, for mny phenomm ind in mny puzzling situations, there 
U no research to support the Inclusion/exclusion of content for staff 
developewit. It 1$ possible, however, to examine the work of scholars such 
as are Included In the Barnes and Good papers for hlgh-success probability 
content and to use that material as the focus for staff developincnt efforts. 
Processes 

Any proposal ffir a sUff development program has a central core of 
processes (or activities) which are meant to accompHsh some desired ends. 
Much like the popular posltlvlst positions regarding curriculum planning for 
schools and classrooms, It Is assumed by many (If not most) staff developers 
that a good program plan must have gocls/objectlves, activities, and 
evaluation components. Certain of these processes have emerged from res»<-arch 
as being effective "deliverers" of staff development. Several will be 
discussed here. 

Berman and Friederwitzer (1961) argue for the inclusion of certain 
processes in their model of staff development. These processes are not 
atypical of other research In the field and, as such, can be considered as 
overarching theiws. VolunUry participation Is a theme which moves across 
many propositions and theories of staff development and has also been found 
to be related to positive outcomes of specific programs. The attention to 
teacher-adilnlstrator teams as a procedural requisite has always had an 
organizational conmion-sense to it but has received research verification as a 
predictor of staff development only recently (see also Bentzen, 1974 and 
Little, 1981). Likewise, the use of adult developmental theory to guide the 
selection of activities has emerged'only in relation to the growing 
legitimacy of the field of Inquiry. The use of teachers as trainers shows up 
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In multiple sources, in addition to the one under consideration, as a process 
related to positive staff development outcomes (see also Oevaney, 1975 and 
Bentzen, 1974). Released time for participants Is also associated with 
effective staff development although TikunOff, Ward, arKl Griffin (1979) noted 
that teachers were Initially reluctant to be aj<ay from their classrooms, even 
though they believed that the reasons for their absence were Important ones. 
Berman and Frieden^ltzer at^d confirm the positive effect of a focus upon an 
(ndividual school setting (see Bentzen, 1974).* 

Berman and McLaughlin (1975) note the Importance of concrete teacher- 
specific planning, in-class assistance, teachers observing other teachers, 
participative governance, local materials development, and teacher-adilnls- 
trator Interaction when looking at effective change programs. (It 1$ assumed 
by this writer that the change programs could be conceived of as staff 
development programs.) Regarding the finding specifying In-class assistance, 
Joyce and Flowers (1981) speculate from research findings that what they call 
"coaching- Increases In considerable degree the potential of attempts to 
alter teacher behavior. They offer a taxonoiv, based on reviews of research 
In staff development, which suggests that increased positive effects ire 
found when a program moves from theory understanding to observations to 
clinical practice to coaching. This Inferential model Is a potentially 
powerful one for staff developers If It proves to be accurate. 

The most typical staff development activity (or process) Is the 
Workshop. The workshop is usually a one-shot attempt to provide a stlwlus 
strong enough to alter the behavior/beliefs/thoughts of participants. In a 
recent report. Eniner, Sanford. Evertson, Clements, and Martin (19B2) discuss 
an experimental field study in which teachers were exposed to a treatment 
consisting of a workshop and a manual of teacher prescriptions as a means to 
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pr«»te mrt .ffectlve cl.ssroo. «.n.9**ent. A -eticulously conducted set of 
rtiMrch procedures revelled thit treit-ent teichers d)d. fn f«ct. 
dNonstrate i»r. of the desired i-nige-ent behivlors than control te.chers. 
MMf. one considers thit the -orkshop was only three hours In length, one 
looks for rtisons other th.n the ^rkshop to expl.ln the effects. Whit wy 
b. overlooked In ex«1n1ng the reseirch report Is the 1-porUnt role pUyed 
by the NrHMl of prescriptions given to the treit-ent teichers. The minu.l 
is «»my.b*sed, sltuitlon-speclflc, written In i cleir and forthright 
»iflotr!^-1» varied In fomat to tcco^odate different -ays of examining 
(and using) It. It Is believed by thisrauthor that the attention to detail 
in the Mnual and the sensitivity to teacher r'...cerns Vhlch guided Its 
production are principal contributors to the success of »<orkshop stimulus. 

In a related Investigation, Griffin, Hughes, and Martin (In press) 
docu^nted the treat«nt of the E»er et al. study. As a protection against 
the possibility that certain of the treaKKnt teachers (notwithstanding the 
rando* asslgnwnf to lreaU«nt and control groups) .light have had "ore 
knowledge of the Mnageaent procedures to be Included In the study, all 
teacher* coe^ileted a questionnaire prior to their participation In the 
workshop. (Cofltrol teachers were also given an opportunity to participate In 
. classroo. «anage«nt workshop subsequent to initial data collection.) The 
responses to the questionnaire 1te«. derived fro- a content analysis of the 
Mnual. revealed that treat^nt and control teachers did not differ signifi- 
cantly In their 'inowledge of the desired behaviors prior to participating In 
the study. In .that treatment teachers demonstrated significantly «)re of the 
desired behaviors subsequent to the workshop and exposure to the manual, we 
can speculate that this treatment, unusual primarily because of the detail 
and specificity of the manual rather than because of the workshop format. 
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served as a powerful focussing device and, h^^, was related to the positive 
outcomes of the experiment. ^ 

In the l/D/E/A study of school change, eighteen schools mrt studied 
extensively for a five-year period. Bentzen (1974), In reporting the results 
of that Inquiry notes that there appeared to be a taxowwic set of processes 
operating In the schools which were Most receptive to change and In which 
there ms the most widespread Involvement In change. She and her colltaguts 
called these related processes DOAE dialogue, dtclslpnHMkIng, action, and 
evaluation. Using both qualitative and quantitative methods. It was 
discovered that the school staffs talked about professional* Issues 
(dialogue), came to some decisions which were related to the Uljfii decision- 
making), engaged In some activity to carry out their decisions (action), and 
engaged In some formal or Informal means to determine whether their actions 
dealt with the Issues under Initial consideration. These processes were 
believed to be central to the willingness and ability of school people to ^ 
effect changes In their own behaviors and In their workplaces* 

Another Important finding from the work reported by Bentzen Is lAat was 
called "the peer group strategy.* Aligned somewhat with the adult-to-adult 
Interaction discussed earlier In this paper, this phenomenon suggests that' It 
Is necessary and desirable for teachers and administrators to not just work 
together on problems of awtual Interest but to consider It reasonablefttfat 
most. If not all, of the solutions to their proble m reside In themselves and 
In their environment . This Is a marked shift from a conventional dependence 
upon experts to solve problems. .^It also mitigates. In large measure, against 
packages of solutions which might be placed whole Into an unreceptlve school 
environment. The peer group strategy Is believed to be Interactive with 
OOAE. That Is, If people In schools talk, act, decide, and reflect together 
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In cyclicil ind rtpeiUti wys, it Is likely that they will co«ie to realize 
tliit» working together, they cm cone to reasoned solutions about their own 

concerns. _ 

It is important to rtmtwhtr, however, that not an of the solutions to 
probleais can be fouwJ in the inn^diate envlronwnt. Tikunoff , Ward, and 
(Sriffin (1979), reporting on a new way to go about school-based research and 
dtvelopMnt (see below), acknowledge the critical part that technical 
assisUnce can play in dealing with difficult questions about teaching. They 
point out that technical assistance, used wisely and with t degree of 
econoiV, pro'vides necessary technical and knowledge bases which are sometimes 
noLl-J^ft ojLLlchogLCor _c lissroo^ « rencs.between_ 

technical assisUnce and the conventions of "asking the experts," is very 
ii^rtant. Technical assistance, unlike asking for large-scale answers to 
coi^licated probleiw, assuiies that the users have thought through the problem 
with enough detail and' clarity to be able to formulate a precise question 
which they believe his soiK promise for treating a well conceptualized issue. 
The difference can be further demonstrated by juxtaposing two questions: 
•How can we raise our reading scores?" versus "Whit specific teacher ^ 
monitoring behaviors were *found in high Academic Learning Time classrooms?" 

Interactive Research and Development oir Teaching (IWDT) was a study 
designed to detemine if teachers,, researchers, and teacher educators could 
work together in a school-based team to engage in systematic and rigorous 
research and development activities focused upon problems/issues of teaching 
(Tikunoff, Ward, i Griffin, 1979). As the strategy was first conceptualized, 
it was looked at principally as an alternate mode of conducting research and 
engaging in development. The school-specific alternative was believed to be 
a reasonable means to change the face of much of the research on teaching 




that Mas seenty teachers and other school persons at irrelevant and lacking 
in credib1<lity. Also, it was conceived of as a means to reduce the research 
into practice time lag already acknowledged in this paper. 

As IMDT was refined as an idea and as it was put into place, it was 
noted that this means of approaching school problems was, in addition to an 
alternate research approach, a potentially powerful intervention. The study 
of the practice revealed that school people and coll e§e/uni vers ity persons 
changed as a consequence of their participatio/i. ahus, it is believed that 
IR&DT can be a powerful staff development vehicle* Some of the consequences 
of participation in IR4DT include altered perceptions of options and 
possibilities for teaching and learning, increased collegiality, greater 
knowledge of and skill related to research, shifts in pedagogy and in 
research orientations, kliowledge and skill benefits, and increased attention 
to knowledge utiliziition. Importantly, the IR4DT strategy engaged school 
people in the identification and solution of problems acknowledged by 
themselves and their peers to be important. 

From these studies, then, ccrUin processes of sUff development have 
been reported as teeing associated with positive outcomes. They include: 

- voluntary participation 

- teacher-administrator teaming and other professional collegial 
relationships 

- the use of teachers as trainers 

- provision of released time for participation 

- concrete, teacher-specific plans 

- teachers observing other teachers 

- participative governance 

- In-class assistance (^coaching") 
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. situation-specific supporting Mterlals 

- cngagenent In dialogue, declslon-auklng, act1on» and evaluation 
related to school problem and Issues 

- acknowledgeivnt that the school Is an Invaluable resource for 
probleA-solvIng (p^r group) 

- the availability of technical asslsUnce 

• systfMtlc attention by teachers to Identifying and actjng upon _ 
prohleK they perceive as heing Inportant ones 

Profile of a Research-derived Staff Pcvelopwent Program 
.Although the studies cited above did not have the same Intentions or use 
the s^^thodo1og1es» In the Interest of utility of findings It Is 
Intrlg^ng to speculate upon what Kight eaierge as the "Idsal" staff 
developMent progran If the findings were considered together. (There are, I 
know, conceptual and scientific risks to this undertaking. But, I agree with 
Mrd (1962) that It Is reasonable In an uncertain world ^to look. for Mndlca- 
^tors" which can be Inferred froii available knowledge and used to Inform 
practice.) What follows, then. Is a set of features which I believe to be 
consistent with research findings and which are logically consistent with 
what Might be considered to be the problems and Issues of sUff development. 

1. A staff development prograai will be designed as a consequence of 
systeiMtIc problem Identification by those persons icst directly related to 
the problem . The Issue here Is, to a degree, credibility but principally It 
Is one of whether or not staff development Is perceived as useful by 
participants In the process. Several of the studies Included In this review 
point out the desirability of engaging teachers In looking at their worlds 
"with situation-specific lenses. The days of the "quick fix," of course, are 
not over but there Is strong evidence that It Is, safe to predict that the 
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actors are the ones to say that their costumes don't fit, that their lines 
are awkwardly phrased, or that the stage set Is missing In certain essential 
details. 

2'. A staff development program will be Interactive . From problem 
Identification to governance through actlvlftes and reflection, It Is a 
recurrent theme that effective change efforts are characUrlzed not so much 
by a "do It to" but a "do It with" pattern. One can assume all sorts of 
underpinnings to this (e.g., theories of adult development, the deterioration 
of the^^thorlty system of old, the principle of ownership as a consequence 
of Involvement, etc.) but many of these assumptions are still awaiting 
confirmation. What has been confirmed Is that the Interactive mode Is 
related to effective professional growth activities. 

3. A staff development program wIlK In some degree , recreate a school 
organization from pyramidal to flat . As colleagues work together across 
roles (e.g., principal and teacher) and their work Is focussed on finding 
solutions together, the conventional hierarchical relationships tend to be 
lessened and new ones developed. Although the authority .system may not 
change, the c'olleglal system does. As teachers discover (or rediscover) 
their own power as experts, they tend to depend less on ^he conventional 
leader. As principals begin to convene with teachers over substantive and 
professional (as opposed to regulatory) Issues, they tend to depend mora on 
the teachers as decision *maker colleagues. 

4. A staff development program will depe ~< 1*" upon external support 
systems and more upon Internal ones for substantive and pro cedural guidance. 
Although the world of governance and bureaucTfacy abounds with meant-to-be- 
humorous stories about "consultants," It fs becoming clear to some of us that 
those stories may 'be less apocryphal than we had heretofore assumed^ The 
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(rowing sense of efficacy Mong certain teachers, as groups and as 
Individuals, suggests the power of that sense toJnfom not just pedagogical 
practice but staff develofMent expectations and 1«plemntat1o^s as well. The 
Issue of advocacy as a. political InstruBenifor gaining of political power 
can now be shifted to advocacy as a neans to enter Into, understand, and act 

upon one'f own prpblew with 1 Ike-winded colleagues. And, as participants In 

t- 

the procefs btcoM mn "In charge/ It Is likely that they will be wort 
sharply aware of how external asslsUnce can help the« with their problems. 

5. A staff developwent prograai will be formulated and wonltored with the 
perceptions of the participants as central foci for decision wklng . Many of 
the research efforts discussed above are Illustrations of Ws that sUff 
developers can becoaie anre sensitive to what and how organization metiters 
perceive their worlds and their work. Aligned with this conclusion Is the 
one which suggests that staff development Is effective when It Is person- 
specific and situation-specific. Blending these two strands of meaning 
together leads one to Uie necessity for staff developers to be aware of the 
person In the process and to act upon that awareness. 

6. A staff development program will be formulated. In part. In terms of 
a careful analysis of the organization and the people for whom It Is 
Intended . As we become more aware of the differences among organizations, as 
we have become aware of the differences among people, we realize the need to 
do a considerable amount of retooling. The Implantation of programs, without 
considering where the iR^lant Is expected to take hold, appears. In light of 
the work cited here, to be fodlhardy. The history of the people and their 
workplace, the expectations for practice and of consequences, the norms and 
sanctions believed to be present — these and other Issues will Inform the 



25 



23 



staff developer's work so that he or she does not end up asjP Ddem day 

Procrustes. 

7. A staff development program will be flexible and responsive . 
Although a plan for action and a set of Intentions for that action will 
probably always be des1rable» If only for purposes of econotQr of energy 
expenditure, the "Ideal" staff development effort will be capable of a bit of 
bending and will', when necessary, revise Its plan as a consequence of 
sensitive monitoring by leadership (see abovef. Staff developers pst move 
away from the unyielding attention to the mentality of "but we have to do it 
this way" and move toward the modes of thinking that allow disequilibrium to 
Inform their work. 

8. A staff development program will be. within reasonable limits, 
situation-specific . A strand which appears again and again In the material 
cited In this paper Is the' relation of action upon iwaedlate concerns to 
effective '::aff development. This Is true of broad programs of Institutional 
change an^ also true of the materials and methods used to support the 
movement toward those changes. As staff developers work with otherf. It Is 
Incumbent upon them to relate the users* needs to the selection of strategies 
and methods. This attention to the often-decried notion of "What do I do on 
Monday" augers well for staff development efforts. 

What I have done here, of course, Is to begin speculating on the Issue 
of utility. Certainly, others will have differing notions of how the staff 
development-related research can Inform practice. And, equally certainly, I 
could advance other ways of looking at this research for the same purpose. 
To repeat, I know the intellectual pitfalls awaiting the person who 
speculates as I have done Immediately above — I couldn't resist the 
temptation. 

26 



23 



STAFF mtiomni: M MmUltO BIBLIOGRAPHY 



(Ury A. Griffin 
Research and OevelopMnt Center for Teacher Education 
Th« University of Texas at Austin 
J.nuary 1982 

lames, S. Synthesis of selected research on teaching findings . 
Austin: The Research and Developa^nt Center for Teacher Education, 
TtM University of Texas at Austin, 19«1. 

This pMbllcatlon considers the research on Uaching findings as 
potential content for staff developawnt. Using the major studies of 
the past decade as daU source, Barnes notes strengths and liabilities of the 
studies (conceptual and Kthodologlcal ) in terms of their power to improve 
teacher effectiveness if Included In a systematic staff development strategy. 
The studies discussed arc also classified according to their original 
student, subject matter, and grade level variables. A profile of the 
"effective teacher" Is provided based upon the cited research findings. 

Barth, R. Open education and the American school . New York: Agathon Press, 
WZ. 

This case study of an attempt to implement open education in an urban setting 
by university-based educators and graduate students illustrated the need for 
staff developers/change agents to be aware of and act upon understandings 
..derived from the educational and civic communities. This study strongly 
supports the position that the school and its immediate society are 
intimately connected and that connection Is Influential upon school -based 
Ideologies and practice* 

Bentzen, M. Changing schools; The magic feather principle . New York: 
MclSraw-HIII, 1974. 

One of a series of volumes which describes the 5-year study of educational 
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1975. 
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consequences of Federal programs designed to promote educational Innovations 
and provides the staff developer with a set of principles «|>1ch^can be ^ 
inferred' to be related to positive outcomes. The concept of Implementation 
idea into practice) is discussed at length and strategies for successful 
implementation are derived from post hoc analysis of cases. Aiiong others, 
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been shown in prior research to be associated with higher-then-predicted 
pupil outcomes as Measured by standardized tests. The intervention for 
treatment teachers consisted of a prior-to-school workshop, a roaiiual of 
teaching prescriptions and related supportive material, and a reinforcement 
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rating scales and narrati/e descriptions demonstrated significant differences 
between treatment and control teachers. This study demonstrates that teacher 
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This major review of research on teaching and learning *U school settings 
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experinent studies. The review can be examined in terms of content for staff 
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higher-than-expected pupil outcomes) and for processes of staff development 
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This paper reviews landmark studies of leadership, qualities of 
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Griffin, G., Hughes, R., Jr., I Hartin, J. Knowledge, training, and classroom 
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Education, The University of Texas at Austin, In press. 

This study inquired into the relation amon9 the knowledge teachers have 
regarding classroom management, a training program focused on management, end 
teachers' management behavior. As part of the Classroom Management 
Improvement Study (Ewner, et al., 1982), treatment-and control, teachers 
completed a questionnaire prior to participation in the study. The 
questionnaire was designed to determine teachers* entry, knowledge of 
classroom management behaviors to be used in a sUff development effort. It 
was found that treatment and control teachers' knowledge of classroom 
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behaviors , subsequent to treatment, did. These findings support the use of 
staff develop:nent activities as focusing or orienting activities as well for 
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collaboration, and refocusing. Using an extensive data base to inform the 
discussion, the author suggests interventions (staff development 
approaches/strategies) for use with persons at the various stages of the 
model . 
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and Development in Education , Vol. 14, No. 2. pp. 46-58, 1981. 

The concept "innovation configuration" Is suggested as a means """^H** 
explain, and, act upon different ways users adopt an nnovation. Based on 
extensive research (The Concerns-Based Adoption Hodel), the term (and 
attendant procedures) is promoted as a decision-making tool for the P'«nnl"9. 
implementation, and evaluation of sUff development programs assoclaUd with 
adoption of innovations. 
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Uvels of Use (LoU) of an inoovition ire described as a way to understand how 
teachers (and others) behave In term of adopting new behaviors, materials, 
Mthods. etc. Eight levels, hypothesized as being developwntal , are 
proiwsed: non-use, orientation, preparation. Mechanical use, routine use, 
refine^nt, and renewal. For. each level, categories of related behav or are 
noted. Although loU are not tied directly to sUff development activities 
perse, this coi^wnent of the Concems-Msed Adoption Hodel offers a 
ireful 1y designed guide to speculating on appropriate interventions as a 
consequence of a person's (or peoples') LoU placement. 
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iHdership. The Developer , Hay 1981. 
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theoretical and practical guidance to leaders in school situations. 
Essentially a case study of sUff developiwnt for administrators, this report 
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consequences of an inservice progran for administrators. 
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development In urban desegregated schools ! loulder: Center for Action 
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A report of a study of sUff development in three elementary and three 
secondary schools, this document presents findings related to the ways- 
teachers "learn on the job" and the interaction of sUff development, teacher 
behavior and beliefs, and the characteristics of the school as a workplace. 
Schools were characterized as high to low success and high to low collegial 
Interaction. Findings speculates on the role of the principal as critical to 
professional collegial ity, the positive effects of principal-teacher teaming, 
the Importance of teacher involvement as an antecedent to school success, and 
the overall power of the school setting characteristics to influence'both 
staff development efforts and school success. 

Hedley, 0., Coker, H., Coker, J.,.Lorentz, J., Soar, R., i Spaulding, R. 
Assessing teacher performance from observed conpetency indicators defined by 
classroom teachers. Journal of Educational Research. Washington, D.C.: 
/^rican Educational Research Association, Vol. /4, No. 4, pp. 197-216, 
Harch-April 1961. 



A major Issue for staff development programs which focus on specific 



teacher competencies is the one of assessment. This meticulous study 
attempted to use existing observation schedules to measure competencies 
identified by teachers as important ones. By constructing keys believed to 
be reflective of the competencies, the researchers tested across Instruments 
to determine reliability. Results were positive for a number of competencies 
and unstable for others.^ 

Penfield, E. Faculty development and the teaching of writing: A local 
adaptation of the BAWP mode1 >xE.P.R.S., 1979. 

This faculty development project reinforces the use of a single school as tht 
focus of teacher growth. Elements of the strategy include school selection, 
teachers as principal resource persons, workshops, demonstrations, and pre- 
post-eValuation procedures. The strategy appears to be related to improved 
student achievement and positive teacher behaviors. 

Sarason, S. The culture of the school and the problem of change. San 
Francisco: Jossey-Bass, 1972. . 

* 

The contribution of this volume to staff development is, in large part, the 
conceptualization and acknowledgement of "business as usual" when seen from a 
new and fresh perspective. The concept of "institutional regularities to 
describe the dailiness of schooling, the isolation of the teacher from other 
adults, the coniminlcatlons gap which characterizes so many schools, the 
sch^l-coiwiunity value differences « all these help the sUff developer 
better understand his/her work environment. 

Stallings, J. What research has to say to administrators of secondary schools 
about Effective teaching and sUff development. Creati no conditions for 
effective teaching . Eugene, OR: University of Oregon, 1981. 

Drawing extensively upon effectiveness research as it relates to teaching, 
Stallings reports the consequences of a staff develop^nt effort in sKondary 
schools. Likening the model to Bloom's (1976) Hastery *-""»<29 
prescribes a four stage strategy: pretest (observe, assess, begin where 
teachers are); Inform (linkage of theory and experience to practice); 
organize and guide practice (acknowledge, support, encourage change and 
provide feedback); and posttest (observe and provide feedback to teacher and 
trainers). The model was shown to be effective in promoting change for 
treatment teachers in 25 out of 31 variables. 

Tikunoff, W., Ward, B., A Griffin, 6. Jnteractlve research and develop^^ 
mont on teichinq: Final report . San FrancUco: Far West Laboratory for- 
Educational Research and Development, 1979. 

This research report discussis the implementation of an action-research 
related strategy whereby school problem-solving is engaged in by teams 
composed of teachers, a researcher, and a trainer/developer. Designed to 
engage school persons in attaching situation-speclfic issues, the strategy 
Includes essential elements for implementation, gu delines for conducting 
research and development, and criteria for evaluation of products of tne 
efforts. As a staff development intervention, IRIDT resulted in benefits 
related to personal/professional orientations, contexts, pedagogy and 
knowledge, and utilization/production. 
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iM<.ir • PMutoraast D I HilliMn. S. Preconditions for staff development. 
" ^rS^;;^ni.Ter,'hi : -HllStio. D. C.: The Association for Supervision 
SlijlMrrkM l wi Developa ent. Vol. 38, No. 7, pp. 39-49. April 1981. 

DrawiM iipon rtstarch findings Irm s.!ver«l i-jor studies ch^S'; tj« . 
•triuL ^supposes three school conditions necessary for effect ve staff 
iI!l2LSt- iSireness readiness, and coiwitment. These conditions, 

S5S io briSIr«tJ!" fon. basic strategic concepts which guide the 
S2f ^rt«ho2"^* ch is (ltsig«ed to promote risk-taking, willingness to 

p!rti!!?t??n Slff iXS^t activities, and co"*!*^"* *° P!"""? ,:"' 
Ktml lilproveMnt activities. The strategy appears, to be most effective 
HiMn introduced into a single school context. 

turd I An uoanded view of the student outcomes that a^ built or restrained 
"'j;*tichi"ng*p?SS;.s Sd structures, in carter, H (Ed ) C anq nq teacher 

pr actice . Austin: The Research and Development Center for Teacher 

fScatTon, The University of Texas at Austin, in press. 

A major oroblem for staff development efforts is the determination of what 
coSltutI?"900d° staff development. Ward considers it necessary and 
dSiraSt for teacher educatorsTe.g., staff "evelopers) to adapt from 
Kwmics the construct of indicators to suggest success. Arguing that 
Sh2S7 S UlStem and cupilative and, consequently. Vl!.J 1^"'* 
dtteni M predictive short-term effects, she proposes th«t t'^h "9 . . 
IfJS^ veMss^ fand hence, staff deve opment effectiveness) be judged by (1) 
SlSilSt^ wie teac "'intent and stS^int understanding of wh.t is to be 
I?coSlished (2) congruence between schooling goals and the stude-it 
Mrtk pation riquirements of the classroom. (2) use of time n the 
SSSSi; (4)ltudents' accomplishments, and (5) students' views of 
themselves and others. 
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